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ABSTRACT
BRIAN Z LONDON
MEMORIAL SCHOOL & MAP:




The purpose of this study was to ascertain the impact on academic achievement of the
Memorial After-School Program (MAP) conducted at the Veterans Memorial School in
Vineland, NJ. The study is primarily a descriptive study with an examination of a limited
number of potential correlations. The sample size included eighty-nine students from
grades 5 through 8 who were enrolled in the program for the 2003-2004 school year.
These students were invited into the program because they were deemed at risk for failing
5the state mandated tests required by No Child Left Behind (NCLB). Participation was
voluntary. The study used classroom grades, standardized tests, and Individualized
Student Performance Profiles (ISPP) from the year prior to enrollment and the year of the
program of the students to compare achievement. While there were some anomalies with
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Focus of the Study
It happens all the time: the new millennium approaches and the doomsayers come
out. At the end of the first millennium there were those preaching the coming of God's
wrath and Armageddon because of the evil of man. At the approach of the most recent
millennium, many predicted science's wrath and a catastrophic societal meltdown
because of a glitch in computer code. While neither of these prophecies came to past, the
most recent millennium did bring about changes to American society. One of the changes
was the passage of the so-called No Child Left Behind Act of 2001 (NCLB), passed into
law on January 8, 2002. This reauthorization of the Elementary and Secondary Education
Act (ESEA) was an outgrowth of the standards-based reform movement. It had the stated
intention of providing all children with a fair, equal, and significant opportunity to obtain
a high-quality education. There are a number of different elements to the legislation.
However, the most controversial and impactful element regards the use of standardized
tests to evaluate schools. Under the guidelines of NCLB, each public school in the US
school was required to reach "adequate yearly progress" (AYP). AYP requires a greater
number of students in each school to "pass" a standardized test in Language Arts and
Mathematics from year to year (see chart#l).
Chart #1
AYP in New Jersey
Language Arts Literacy
_tarting pointSttingpoint 2005 008 2011 0142003
4th grade 68 75 82 91 100
8th grade 58 66 76 87 100
11th grade 73 79 85 92 100
Mathematics
tartingpoint 2005 20 0 8  2011 2014
2003
4th grade 53 62 73 85 100
8th grade 39 49 62 79 100
11lth grade 55 64 74 86 100
While each state is free to use or design a test of their choosing, they will all
eventually be required to administer a test to every student every year in grades 3 through
8 and once between grades 10-12. The ultimate goal is a 100% passing rate for all
students by the year 2014.
Schools in every corer of the nation, even those considered by many to be
"good" schools, are in fear of not attaining AYP. Not achieving AYP can have dire
consequences for schools and their staffs. A school is labeled "in need of improvement"
after failing to make AYP in the same content area for two consecutive years. Subsequent
to this finding, the school will receive help and technical assistance from the district in
order to develop a two-year improvement plan to turn around the school. Every student in
the school has the option to transfer to a better public school in the district, a policy
known as public school choice. If the school does not make AYP for three consecutive
2
years, the school remains in school improvement and the district must continue to offer
public school choice to all students. The school must also provide supplemental
educational services to "economically disadvantaged" children. Parents can choose the
services their child will receive from a list of approved providers. If the school fails to
make AYP for four consecutive years, in addition to maintaining all of the above the
district must implement more severe corrective actions to improve the school. These
actions can include replacing selected staff and fully implementing a new curriculum.
Finally, if a school fails to make AYP for five consecutive years, school restructuring is
possible. The school develops a plan and makes necessary arrangements to implement
significant alternative governance actions such as a state takeover, the hiring of a private
management contractor, converting to a charter school, or significant staff restructuring.
The provisions of NCLB have dramatically increased the pressure for raising
standardized test scores. Schools that are not reaching AYP have looked for help
wherever they can find it. This has led to an increased interest in after school programs.
Veterans Memorial Intermediate School in Vineland, NJ was no exception. By the school
year 2003-2004, Memorial had not reached AYP for two years and was designated a
school "in need of improvement". The Memorial After-School Program (MAP) focusing
on language arts and mathematics was implemented. The program utilized PLATO, a
computer learning system that consists of a variety of learning modules tailored to the
needs of each student. This study examined the results of the program during its first year
of implementation. The study primarily used standardized test scores and report card
grades to evaluate the impact of the program on student achievement.
Purpose of the Study
The purpose of the study was to evaluate the effectiveness of the MAP program at
Memorial School on increasing student achievement using a case study-action research
design. The study culminated in a report examining the first year of the program and
potential modifications for increasing its effectiveness.
Definitions
MAP- an acronym standing for Memorial After-School Program.
PLATO- A computer "learning system" for assessment, management and instruction
NCLB- No Child Left behind Act - This is the common name used to refer to the
reauthorization of the Elementary and Secondary Education Act passed into law on
January 8, 2002
AYP- Adequate Yearly Progress- requires a greater number of students to "pass" a
standardized test each year. By 2014 all students must be passing.
Abbott District- The state of New Jersey designated schools in poor districts as Abbott
districts in response to the New Jersey Supremes Courts decision in Abbott v Burke that
the funding formula of NJ schools was unconstitutional. Theses districts receive
substantial funding and oversight from the State.
IEP- An acronym for Individualized Education Plans. These plans, in accordance with
Federal regulations for classified students, contain the modifications used in the
education of these students.
Public School Choice- grants students and their parents the right to transfer from a school
designated "in need of improvement" to another school within the school district.
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Limitations of the Study
One of the most significant limitations of the study was the small sample of
students looked at.. The study focuses on the group of students who participated in the
MAP program during the 2003-2004 school year. Only eighty-nine students were used
The population chosen to participate in MAP was not a random sampling of the student
body of Memorial. Instead, the students were invited to participate based on the
perception that they were "close" to passing the mandated test, and that they could "get
over the hump" with some help. In addition, the program was not mandated but rather
voluntary. Other factors affecting any conclusions of the study include:
* an inability to isolate MAP as a factor in increased achievement
* the study did not look at multiple years nor have a control group to examine
* access to student records was not always possible
Settings of the Study
The MAP program studied took place at Veterans Memorial Intermediate School
in Vineland, NJ. Vineland was a community with an unusual mix of suburban, rural and
urban elements. Vineland, the largest municipality geographically in the state of NJ,
began as the vision of Charles Landis. Landis envisioned a place that would be a "multi-
national haven", an "ideal community" for immigrants with an urban town center
surrounded by rural farmlands (Friends of Historic Vineland). The first advertisements
for the community appeared in the fall of 1861 and following the end of the Civil War in
1865, Vineland began to prosper and grow. A large number of Jews fleeing the pogroms
of Russia and of Italians looking to escape economic deprivation followed the initial
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flood of German and French immigrants. A second wave of German Jewish immigration
followed in the years leading up to and following the Second World War. Other ethnic
groups also have made Vineland their home. A considerable number of Greeks, Russians,
Ukrainians and African-Americans populated Vineland from the latter part of the 19 th
century to the present day. The most recent group to come to Vineland has been the
Puerto Ricans. Starting in the 1940's they came primarily as farm workers and at the time
of the study Latinos made up 30% of the total population of Vineland.
For most of its history, Vineland maintained Landis's vision as a mix of urban
and rural. communities. However, although agriculture was still Vineland's largest
industry there had been changes in the urban/rural make-up of the community. The
lessening economic viability of family farmers and the increasing value of real estate in
New Jersey had led to the development of a growing suburban community of large
single-family homes. However, this influx of wealth had not eradicated many of the
issues associated with both urban decay and rural poverty. Vineland had higher poverty
rates, unemployment rates, and rates of languages other than English spoken at home,
lower attainment of education and income then the State of NJ and the United States as a





Less than 9 h grade
High school graduate or higher
Bachelor degree or higher











English only 68.2% 74.5% 82.1%
Speak English less than very well 13.5% 11.1% 8.1%
Speak Spanish 26.4% 12.3% 10. 7%
EMPLOYNIENT STATUS
unemployed 6.8% 3.7% 3.7%
INCOME IN 1999 _ _ _ __
Families Less than $24,999 22.3% 14% 20.8%
Median family income $47,909 $65,370 $50,046
POVERTY STATUS
Families with children under 18 14.8% 9.2% 13.6%
Families with female
householder, no husband present 39.7% 27.4% 34.3%
with children under 18
This was not good news for the students in the community. Recent studies had
shown that even students who came from "good" families suffered from the detrimental
affects of poverty as "the community can adversely affect children's development
regardless of the quality of the individual family environment" (Holloway).
The Vineland City School District was a comprehensive K-12 school system of
approximately 10,000 students. There were four kindergarten schools, eight elementary
schools, four middle schools, two high schools and one adult education building. This did
not include the alternative programs for high risk and parenting teens. The district was on
par with other comparable districts in the state regarding per-pupil expenditure.
The study was conducted using data from the 2003-2004 school year at Veterans
Memorial Intermediate School, one of the four middle schools in the district. Opened in
1953 with an expansion in the late 1990's, the school consists of grades 5-8. A category
one school under the definition of No Child Left Behind, the lowest possible rating, the
school housed over 900 students and 110 staff members.
In the academic year 2003-2004, class sizes at Memorial ran slightly higher than
the state average. In particular, the school also had a significantly higher number of
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students in the special education classes. Almost 22% of the student population had IEPs.
Other statistics regarding the student population that may have affected academic
performance as measured by standardized test scores were that the building had a
significantly higher mobility rate than the state average and over 25% of the student
population spoke a language other than English as the first language in the home.
Significance of the Study
As a category one school under the provisions of NCLB Memorial was in danger
of suffering negative consequences such as a cutting of funds and a reshuffling of staff. In
order to prevent these punishments, the school needed to show significant improvements
in test scores. If the MAP program and PLATO increased student achievement, then
continuation and possible expansion of the program could be justified. On a district level,
it was important to note that all of the districts middle schools are in this category as were
many of the other schools and they could also potentially benefit from this knowledge. In
addition, the study will add to the small but growing literature on after school programs.
The Relationship of the Study to the ISLLC
Starting in the 1980's there was a new emphasis in education on standards. The
area of administrative leadership was no exception. The Interstate School Leaders
Licensure Consortium Standards for School Leaders (ISLLC) developed widely accepted
standards in order to "raise the bar for the practice of school leadership" (NJPSA). The
six standards cover a broad range of areas. The focus of this study was broad and
incorporated to varying degrees elements of all six standards (see appendix A).
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Organization of the Study
The remainder of this study is as follows:
Chapter two- review of the literature
Chapter three- the design of the study
Chapter four- presentation of the research findings
Chapter five- conclusions, implications and further study
CHAPTER TWO
Review of the Literature
The first year of the MAP program at Memorial School existed at the intersection
of two expanding areas in education: after-school programs and technology in the
classroom. The passage of the No Child Left Behind Act (NCLB) in 2002 had intensified
the pressure on schools across the nation to increase standardized test scores. After school
programs had been a common method by which schools attempted to increase test scores.
They were particularly appealing, as they required little or no disruption to the normal
functioning of the school. Concurrently, schools were continuing to spend huge sums of
money bringing computer technology into schools. MAP joined both of these trends into
one program.
The trend toward after school programs began to accelerate in the 1980's.
Throughout the country, districts began to build or expand their programs. This trend
continued to grow with the increased academic pressures brought by NCLB. However,
academics were not the only factors at work. Politics and economic have also played a
part in this growth.
As the nation entered the 1980's, the idyllic "Leave it to Beaver" vision of the
American family was well on its way to the dustbin of history. More and more women
were entering the workforce. US Department of Labor statistics show that the percentage
of women in the workforce grew steadily throughout the 1970s. This trend
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did not stop with the new decade. In addition, it was not just single women, whether with
children or not, who were entering the workforce; by the early 1990's "two-thirds of all
married mothers were working or looking for work" (Hayghe).
One of the consequences of this was the phenomenon known as the latchkey kid,
students who returned home from school to an empty house. According to the US Labor
department of Statistics, by 1991 1.6 million 5 to 14 year-olds were in situations in which
self-care was either the primary or secondary form of childcare. This was not an
acceptable situation to many in our country. In the late 1990s, a poll found that 90% of
voters believed that there needed to be organized activities for students after school
(LaRock). This "growing demand for high quality, safe and engaging after-school-
programs" had become a significant political issue. Politicians responded. At their
national conferences, the U.S Conference of Mayors devoted considerable time to the
issue (Holmes). The recognition by politicians of the need for these programs led to
substantial "new funding streams for after-school programs" (Miller, The Promise).
These funds, coming from the federal government, state government, cities and private
sources, were valued in the hundreds of millions of dollars.
This money provided more than just "baby-sitting services". The after school
programs have been designed to satisfy a number of needs. The Harvard Family Research
Project's series on Out-of School Time (OST) identified two primary functions of OST
programs, academic and positive youth development. Under these two umbrellas, a
number of different activities were taking place (review #2). Academic activities included
homework help, tutoring, practice for standardized testing, and/or other types of
enrichment. Development activities, which also have the potential to influence academic
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achievement, included leadership skills, decision-making and life-management skills,
conflict management and self-concept development.
Did these programs have the desired affect? It depends upon to whom you listen.
In 2003, the United States-Department of Education released the first year findings of an
ongoing study to examine the effectiveness of the 21st-Century Community Learning
Centers programs. Funded by Congress to promote after-school activities the fund began
to issue its first grants in 1998 and by 2002 had over 1400 participants (pl). One aspect
of the programs that the study evaluated was the impact on academic achievement. The
study concluded that the only statistically significant improvement in grades for the
student participants was in math. Even here, it was only "marginally higher" (p64). In the
final analysis, the report seemed to indicate that the improvements, if any, to student
outcomes were minimal, and may, at times, have been negative.
There was a strong response from the academic community regarding the
government's study. There was "an outpouring of responses criticizing its methodology"
and deriding its use by the Bush administration to "justify a 40%.percent cut in funding
for the 2 1st Century" program (Perkins). In addition, in contrast to the governments
findings, other researchers such as Beth Miller reported a "growing evidence...that after
school program participation is associated with higher grades and test scores, especially
for low income students" (Miller). This observation was particularly important in light of
NCLB and its call to close the achievement gap.
Miller was not the only one who suggests that the government report may not
accurately reflect the impact of OST programs. The Harvard Family Research Project
created an OST research database of over 27 evaluations of OST programs. While
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hedging their bets about making broad assertions regarding the impact of OST programs
the project has found that the results from programs that evaluate academic outcomes
were generally positive (snapshotl). In particular, they found that OST participation
generally had a positive impact on:
* attitude toward school
* grades and test scores
* attendance rates
* discipline issues
In addition, some of the other findings of the Harvard Project appeared to contradict the
government study on issues that were not specific to academics. Specifically, the Harvard
study, unlike the governments, found a link between amount of time the subject spent in
the program and the impact of the program on participants.
While the research on OST was mixed, what did the research say about the use of
technology in schools? A large number of studies on the PLATO learning system were
available. A cautionary note: the producers of PLATO supplied the information. As they
were trying to sell their product, the use of a cynical eye is prudent. That said, an
overview of the research presented suggested that while PLATO can have an impact no
matter how it is used, it was most effective when used as a primary source of instruction.
The MAP program used PLATO in a supplemental program. These types tended to
"produce smaller gains...of up to 30%" (Foshay).
Research that was not program specific regarding the impact of technology on
academic achievement, unlike the statistic rich analysis of the PLATO research, relied
primarily on anecdotes to tell their stories. One of the most intensive studies examined
ten years of work done in The Apple Classrooms of Tomorrow (ACOT). The dominate
theme of this research was that "technology has potential to change education in
beneficial ways, but only under certain circumstances" (Sandholtz, XVIII). The research
emphasizes that not only were students changed, but teachers too. It was important to
note that the conditions for success that were observed in the research- teacher buy-in,
placing technology use within the context of the curriculum, adequate support, and a
long-term perspective, were not unique to technology. Any shift in pedagogy would
benefit from similar approaches.
However, was that the technology picture in our schools? This was a difficult
question to answer. While some schools have developed uses for computers that have had
a profound impact on schooling, others used it to mask the same old remedial programs
that have existed for years and still others used it for no clear purpose at all. (Pflaum,
Burnett) However, in the end, the format of MAP and its use of technology were not
examined in this study. There was really only one question: did the students enrolled in
MAP increase their academic performance?
CHAPTER THREE
The Design of the Study
Description of the Research Design
Researching into the impact of a single factor of an educational program has
inherent difficulties. So many factors can, and do influence student achievement, that
isolating a single factor as having a direct cause and effect relationship was a fool's
game; keeping this factor in mind when designing the research plan was important. The
design was a nonexperimental quantitative research approach reporting on what was
without manipulating any of the variables. The result was a primarily descriptive study
with an attempt at examining a limited number of correlations. The study examined the
students' academic records in the year prior to attending MAP and at the conclusion of
the academic year spent enrolled in the MAP program. In addition to examining the
group as a whole, the students were broken down both by the subgroups parallel to those
used in demonstrating compliance with NCLB- gender, race, economic status and special
needs- whether they were enrolled in math or language arts, and grade level. Lastly, time
spent both logged-in to the program and attendance was looked at.
Focus on Research Instruments
The instrumentation used to evaluate academic progress consisted of standardized tests,
classroom grades and the students' Individual Student Performance Profile. All of these
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were contained in the formal student records maintained by the district (see appendix B).
The standardized test included in the students' records varied depending upon the grade
level of the student. The two tests used included the Grade Eight Proficiency Exam
(GEPA), the eighth grade standardized test in New Jersey and the Terra Nova, Second
Edition, a norm-referenced test produced by the McGraw-Hill company. Unfortunately,
results for the s-test, a "predictor" test that "mimics" the GEPA, created by the
Standardized Tests Scoring Company and administered to the 7 th grade, was unavailable.
Student grades were calculated by the individual classroom teachers and issued on a scale
of A through F, with A being the highest possible grade attainable. In addition, the
student data included an Individual Student Performance Profile. This profile includes
both objective and subjective evaluation of the students' abilities and need for support in
language arts and mathematics only Reports generated from the PLATO learning system
were used to examine time on task and the records of the MAP program director were
used to analyze attendance.
Sample and Sampling Technique
The student participants in the study consisted of a convenience sample; they were
the students who were enrolled in the MAP program at sometime during the 2003-2004
school year at Veterans Memorial School. The students did not represent a representative
sampling of students at Memorial School. The sample consisted of eighty-nine students
with representation from among the four grades served by the school. The students
consisted of those who were deemed at risk for being "not proficient" on standardized
tests. The criteria included the ability, in the mind of the selectors, to.improve enough to
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"pass" the tests with some additional help. The students were invited, but not mandated to
attend. In addition, each of the grades had two courses of study, one for math and one for
language arts. Students were also grouped for analysis by demographic subgroups
parallel to those used in demonstrating compliance with NCLB- gender, race, economic
status and special needs.
Data Collection Approach
The major source of data collected was the student data management system
maintained by the district. This included standardized tests results, classroom grades and
the Individual Student Performance Profile as described above. This data was chosen
because the primary purpose of the MAP program was to increase academic achievement
and these were the instruments that were available to attempt to measure such
achievement. The study primarily compares the students' academic records in the year
prior to attending MAP and at the conclusion of the academic year spent enrolled in the
MAP program.
Data Analysis Plan
The plan for data analysis had three main components. The first component
compared the academic data collected and outlined above from the year prior to
enrollment in MAP and the year of enrollment in MAP for all students as a whole. The








The first category highlights the overall program while the rest parallel the reporting
groups mandated by NCLB. Examining the former was an aid to determining if one
subject area had increased benefits while the remainder helped to determine if one of the
subgroups may receive greater benefit from the programs. Lastly, a determination of the
impact of consistent attendance and time on task toward achieving academic
improvement as indicated by the academic indicators available was done.
Project Impact
Comparison of the subject group to other comparable students outside the group
would be significant in proving the effectiveness of the MAP program. However, this
comparison was beyond the scope of this study. What this study did was to report
academic growth of the students whom where in the program. This was clearly just a first
step in developing an affective after-school program.
CHAPTER FOUR
Presentation of the Research Findings
The Memorial After-School Program (MAP) was intended to help struggling
students at a struggling school. The school, motivated by concerns about the
consequences of failure under the so-called "No Child Left Behind" legislation (NCLB),
identified students whose test scores and/or Individual Student Performance Profile
(ISPP) scores indicated that they needed help in order to attain a "proficient" level on
state mandated tests. The hope was that remediation in an after-school program twice a
week, in addition to the regular class work, would help these students to strengthen the
skills they needed to be successful on the tests used for evaluation under the NCLB
mandates. In turn, it was hoped that this would help the school to attain Adequate Yearly
Progress (AYP) and avoid the sanctions that can accompany being classified as a failing
school under NCLB. Eighty-nine students were enrolled in the program during the 2003-
2004 school years. If success was measured by the students' ability to demonstrate an
increase in academic achievement, was the program a success?
There was no short answer to this question. There were three indicators that were
available to measure academic success: standardized tests, grades and the Individual
Student Performance Profile (ISPP). All three of these measurements had some issues
that interfered with the analysis of academic achievement. These are articulated below:
Standardized tests: While preparing the study, it was assumed these would be
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reliable and objective measurements. Unfortunately, this was not the case. There was no
consistent pretest or posttest given to the students enrolled in either the math or language
arts programs. The standardized test results that were available for evaluation came from
tests that tended to differ depending upon the year they were given. Even if the test name
was ostensibly the same, the form of the test differed by grade level of the student taking
them. For example, if a student had results for two consecutive years from the Terra
Nova that used the same evaluative verbiage, the version of the test was different making
it tenuous to compaie results. Compounding this issue was that only one group of
students had even this level of consistency, those who were in sixth grade during the
evaluation year. The other groups of students either took entirely different tests from year
to year, no tests at all or the results for the test were unavailable.
Classroom grades: The grades received by students in their classes reflected a
change from one grade level to the next in curriculum and teacher. This may have had an
impact on the grades earned by the students that did not accurately reflect a
corresponding change in skill levels. This was possible because the skills evaluated in the
various grade levels were not the same. The skills needed to earn an "A" in math for a
fourth grader was unlikely to earn them an "A" in fifth grade. Teachers expected students
to show growth in their skills. In addition, although the curriculum and computing of
grades was standardized across the grade levels- a third for tests and quizzes, a third for
homework and a third for class participation- the computation of the individual
components was not. It was certainly within the realm of reason that under the three
categories used the type of work amount of work and evaluative techniques of different
teachers could vary widely leading to discrepancies in grades for students who possess
the same skills.
Individual Student Performance Profile (ISPP): The criteria used for the
Individual Student Performance Profile (ISPP) was a mixture of a number of criteria.
While there were standardized directions for completing the forms, the directions left the
teachers a great deal of latitude to calculate the ratings. The categories to be used to
determine a students ISPP score- teacher rating, report card grades, unit/chapter skill tests
and working classroom portfolio- were clearly weighted but how they were to be
individually figured out was vague. For example, the report card grades were to be based
on a final average but "with emphasis on last two marking periods". What exactly does
that mean? How much emphasis? Was there a specific weight? This type of unspecific
directions may have easily led to non-objective or uniform ratings from one teacher to
another for students with the same skill level. Comparing the rating from one teacher to
another, let alone from one year to another was precarious.
Despite difficulties with the data discussed above the results of the study
possessed some level of validity. The limits of the data were raised in order that the
reader may be aware of the limits of the data. They can then use this knowledge to better
understand the limits of the analysis of the effectiveness of the program. In light of these
qualifications, how did the students perform?
Looking at the eighty-nine students as a whole, a comparison of the classroom
grades showed no improvement (see chart #3). Using the traditional 4-point grade scale
for the final grades for the year corresponding to the area they were enrolled in, there was
an overall .02 GPA reduction from '02 to '03. When comparing the math and language
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arts grades separately, the difference was .00 and -.01 respectively. These numbers have
no statistical significance. However, it seemed that the lower a student's initial grade, the
better chance there was that they would show an improvement. For example, of those
students enrolled in the math program five students received the grade of "A" for the '02-
03' school year. At the conclusion of their participation in MAP only three of them
received an "A" while the other two received a "B". However, of the sixteen students
with a "D" for the '02-'03 school year, five received either a "B" or "C", seven remained
at the "D" level and three failed for the year. Similar results were noted for the students
enrolled in language arts.
'03-'04 End of the year Language Arts
Chart #3




A B C D F
A 3 0 2 0 0 0 5
B 0 6 1 3 0 0 10
'03-'04 C 1 4 1 3 1 0 10
grades D 0 0 3 0 1 2 6
F 0 1 1 1 1 1 5
0 0 0 0 0 1 1
Total 4 11 8 7 3 4 37




A B C D F
A 3 0 0 1 0 0 4
B 2 3 3 2 0 0 10
'03-'04 C 0 3 5 3 0 0 11
grades D 0 2 2 7 4 1 16
F 0 1 1 3 1 1 7
0 0 0 0 2 2 4
Total 5 9 11 16 7 4 52
There could be a number of explanations for this occurrence. One may be that it
was more difficult to maintain the high level of achievement reflected in 'A" work than it
was to improve from the lack of achievement represented by a "D". This may be
particularly true in a grading system with only one-third of the grade generated from
summative evaluations such as quizzes and tests that place a premium on skill
acquisition. Increasing your completion of homework assignment could have a major
impact on your overall grade while not necessarily reflecting a corresponding increase in
skill level. Another factor may be that some students may have been moved from regular
education and became classified as a special education student. This in turn would likely
create modifications to the grading scale/skill level expected that would be reflected in a
students Individualized Education Plan (IEP) and impact the grade received without
reflecting a corresponding increase in skill level. Data to determine either of these
preceding scenarios was unavailable. Yet another explanation may be that it was
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mathematically impossible to increase ones score from an "A" while from the lower
grades, except for an "F", movement in an up or down direction was possible.
The comparison of ISPP scores from the two relevant years shows a slight
increase in academic performance for the students (see chart#4). Using a 1-4 scale with 1
being the lowest and 4 being the highest, the students showed a reported overall increase
of. 1 points between the two years. The language arts students showed a .2 growth as
opposed to a .05 growth by the math students. While the relevance of this small
movement could be debated, there was an interesting trend that differed from the one
noted when comparing grades: for grades where you started seem to have a bearing on
whether you showed improvement or not, while for ISPP this did not appear to be much
of a factor. For example, when looking at the two middle categories for the math
students, "needs occasional help" and "needs frequent help" respectively, the students
were almost as likely to stay the same as move up as move down. In both categories, nine
students had data for both years. In the former, of the nine students with data for both
years, four either moved up or stayed the same, while five moved down. In the latter
category, five moved up or stayed the same, while four moved down. This created a
virtual standoff. The data for language arts showed similar trends.
Chart # 4
'03-'04 Language Arts ISPP * '02-'03 Language Arts ISPP
'02-'03 ISPP
needs needs needs great Total
little or occasional frequent need of
no help help help help
needs little or'03- needslittle2 0 0 0 0 2
no help
'04 needs 0 2 1 1 1 5
ISPP occasional help
needs frequent 0 3 1 2 1 7
help
great need of 0 1 0 6 0 7
help
2 3 2 2 7 16
Total 4 9 4 11 9 37
'03-'04 Math ISPP * '02-'03 Math ISPP
'02-'03 ISPP
needs needs needs great Total
little or occasional frequent need of
no help help help help
needs little or 0 1 0 20 1 0 1 0 2
no help
needsneeds1 3 3 3 0 10
'03- occasional help
'04 needs frequent 0 2 2 2 3 9
ISPP help
greatneed of 0 3 4 10 1 18
help
1 5 2 3 2 13
Total 2 14 11 19 6 52
The last area used to evaluate the academic movement of the students was
standardized test. These tests were, within the limits stated earlier, the most objective of
the criteria used. What did they show?
Due to the lack of data for the seventh grade year, the only comparisons that can
be made are for the fifth and sixth grade students. Unfortunately, even here, there are
significant problems with the data. The fifth grades were administered the New Jersey
Assessment of Skills and Knowledge (NJASK) test as fourth graders, as opposed to the
Terra Nova, an entirely different test, in fifth grade. In particular a significant problem
was that the ASK was a standards based test while the Terra Nova was norm referenced.
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However, both exams have a rating of proficient, and the analysis assumed that these
ratings have some commonality. Using the shared rating of "proficient" as a bench mark
and looking only at students who had results for both years, only one of the fifth grade
students scored proficient in their respective subject area for the ASK test. None of them
scored in the proficient range for the Terra Nova. This change was statistically
insignificant.
The sixth grade students took the Terra Nova in both 2003 and 2004, and
although the version of the test was different the reporting scales were the same and
therefore a more detailed analysis was possible. Six out of twenty-four students moved up
at least one level in the evaluation scale used for the Terra Nova. However, only one of
these students moved into the proficient range, the ultimate goal of the MAP program. In
addition, four students scored at least one-step below the score in the first year. Once
again, as with the fifth grade, while some improvement was noted, the over-all results
seem to be relatively neutral.
When looking at the eighty-nine students who were enrolled in the MAP program
as a whole and by program enrollment, the increase in academic achievement appears
minimal at best. However, did looking at the data in subgroups: grade-level, the
demographic subgroups used for judgment under NCLB, and attendance/time-on-task,
leave a different impression of the academic achievement of the students?
As stated above, as a whole there were no significant changes in either the GPA or
ISPP averages. However, this was not true in the subgroup analysis. While there was
little or no difference in relation to gender, socio-economic status or percent of days
present, there were at least some differences noted in all other sub-groups. In light of this,
only the differences noted in the subgroups by special-needs designation, ethnicity, time-
on task and the grade level of the student merit discussion. Examining the student
achievement by special needs led to some interesting observations (see appendix C). This
area was divided into four subgroups: special education, gifted and talented, basic skills
instruction program (BSIP) and regular education. The vast majority of the students who
entered the program were regular education students, 62.9%. There were relatively even
amounts of special education and BSIP students, 16.9% and 15.7% respectively and a
mere 4.5 % of the students were gifted and talented. The regular education students
demonstrated no significant changes in academic achievement. This was also true of the
special education students. However, some interesting results were noted when
examining the data for both the gifted and talented and the BSIP students.
None of the gifted and talented students showed academic improvement. In fact,
in terms of grades, three of the four showed a decline in the subject area that they were
enrolled in. In addition, the two students for whom ISPP data was available both showed
a decline in their ISPP score. What could account for this? First, it should be noted that it
was surprising to find that there were gifted and talented students in the MAP program.
There would seem to be an inherent contradiction in a student's inclusion in both
programs. If they were gifted and talented, why would they need academic help?
However, it was discovered that students can be placed in the gifted and talented program
for a variety of reasons. They do not necessarily have to demonstrate abilities that
distinguish them academically from other students. Inclusion in the MAP program may
indicate that these students were placed in the gifted and talented programs for reason
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besides their academic prowess. They would not have received the additional help in the
gifted and talented program for remediation that they may have needed and the
expectations would be greater than a regular education class. This might account for the
results despite the extra academic support they received by attending MAP.
This was in sharp contrast to the BSIP students. These students were the type of
student who one would expect to find in MAP. In fact, the criteria used for inclusion in
BSIP paralleled in many respects the criteria used for inclusion n MAP. ISPP scores were
one of the major factors used to identify students for inclusion in both programs. None of
the BSIP students showed a decrease in grades while almost half of them showed an
increase. In addition, there were no significant changes in their ISPP scores. What was
unclear however was whether the improvement can be attributed to the support from the
BSIP program, from the MAP program or a combination of the two.
The next subgroups examined were ethnicity (see appendix D). The population
was divided into four groups: Latino, 58.6 %, African-American, 28.1 % Caucasian 9.0%
and other, 3.4%. Some interesting trends were noted in examining the academic
achievement using this breakdown.
The results for the Latino students differed dramatically depending upon whether
they were enrolled in the math or language arts portion of the program. For the math
students, there was some improvement. Nine of the thirty-one showed an improvement in
their grades as compared to only six declines. For ISPP, the ratio was even better, seven
to three. The remaining students either received the same evaluation or did not have data
for both years. This was almost the exact opposite of the results for those enrolled in the
language arts program. Those enrolled in the language arts program showed an overall
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decrease in academic achievement. Only two students showed an increase in their
classroom grade with ten showing a decrease. In regards to ISPP, the numbers are zero
and four respectively. Once again, the remaining students either received the same
evaluation or did not have data for both years. There was no data to explain the
discrepancy in results for this ethnic group between the two programs.
The next largest ethnic group, African-Americans, also showed vastly differing
results based on the program enrolled. However, for this group the students did better in
language arts as opposed to math. For those enrolled in language arts, there were no
declines in either grades or ISPP. In addition, four had an increase in their grade and one
in their ISPP score. In contrast, the results for those students enrolled in math showed a
different story. While there were a few who showed an increase in academic
achievement, two had an increase in math grades and one in ISPP score, the number of
students who showed decreases in these areas were dramatic. While there had been no
decreases in language arts scores, while in math eight students had declines in their math
grade while seven had a decrease in their ISPP score. What can account for the dramatic
differences between math and language arts scores? Once again, there was no data to
explain the discrepancy in results for this ethnic group between the two programs.
While the number of Caucasian students was so low as to be statistically suspect,
only eight students, interestingly almost all showed improvement in both grades and
ISPP. The only decline was one student in ISPP while one student stayed the same in that
area. The reason for this almost uniform improvement for Caucasians as compared to the
results of the previous two ethnic groups was unexplained. Lastly, since there were only
three students identified as other, any analysis of this group would have had little
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statistical meaning. However, it was interesting that they all were enrolled in the
language arts program.
A hypothesis developed from the above results was that if students enrolled in the
MAP program showed improvement in their academic indicators and the improvement
was linked in some way to their participation in the program, then attendance and time on
task should show a relationship to the improvement. The assumption was that the more
time spent in the program, the greater the chance of academic improvement. Was this the
case?
Surprisingly, an increased attendance rate appears to have no relationship to an
increase in either grades or ISPP score regardless of which program students were
enrolled in (see appendix E). In math, the only groups that had more students improving
their grade as opposed to showing a decline were the two extremes, those coming less
than 20%'of the time and those coming more than 80% of the time. The three categories
in the middle, 20%-39%, 40%- 59%, and 60-79%, all had more students with a decline in
grade. However, in all groups the difference was only one student, statistically
insignificant. The results reflected in the ISPP scores did nothing to clarify the picture. In
fact, they made it a bit more confusing. For this evaluative measure the two groups that
showed increases in grades, showed a decrease in their scores. This was also true of the
40%-59% group. The results for the 60%-79% group was stable. Even more perplexing
was that in the 20%-39% group only one student showed a decrease while five students
showed an increase.
As would be expected, time on task inevitably had a direct relationship to
attendance (see chart #5). These seemingly mixed up results held true for the relationship
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between time-on-task and the two measures used to evaluate academic achievement,
grades and ISPP.
Chart #5
Time Logged into PLATO & Percent Days Present
Time on Task
less between between between over 20 Total
than 5 5-10 10-15 15-20 or
hours hours hours hours ho
0-19 26 1 0 0 1 3 31
20-39 6 11 5 2 0 0 24Percent
S40-59 0 3 8 5 0 0 16
peys 60-79 0 1 3 2 0 0 6present 80
00 1 1 2 8 0 12100
Total 32 17 17 11 9 3 89
What about the language arts students? The results for language arts only help to
deepen the confusion. The only group of students who demonstrated an increase in
academic achievement were those students who were there the least! All other groups
showed either neutral or negative results in both grades and ISPP.
Why would this be the case? It would seem to throw logic on its head that those
who attended the least improve the most. The question was raised that perhaps the
students who came infrequently had performed so poorly in '02- '03 that they had
nowhere to go but up. However, this did not appear to be the case. In fact, those at the
bottom of the attendance scale had better grades then those at the top. For example, in
relation to grades the language art students who where in the bottom fifth of attendees
accounted for two 'A's in 02-03, while those in the top fifth, accounted for none. In terms
of math, those in the bottom two-fifths of attendance had four 'A's with the top two only
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having one. The numbers for ISPP where the same. It was unclear what contributed to
this phenomenon.
The last analysis to be undertaken looked at the students enrolled in the program
by grade level (see appendix F). Grade level appeared to have the most significant impact
on the academic achievement of the students. More specifically, the fifth grade students
had a significant decline in their academic achievement as measured by both their grades
and ISPP scores. This was not true for students in the other the grade levels.
Of those enrolled in math, only one fifth grader improved in their math grade
while nine had a decline with five remaining stable. Even if we removed the two students
who received "A" s their fourth grade year and therefore could not improve their grade,
the results are still dramatic: one, eight and four, respectively. The results for ISPP, while
still showing a decline in academic performance, where not as dramatic: four, six and six
respectively with none at the highest level. The other three grades all showed overall
improvements in both of these areas.
What could be the explanation for this? The breakdown by demographic data not
related to grade level appeared in similar proportions in all grades and therefore were
assumed to not have influenced members of fifth grade any more than members of other
grade levels. Grade level seemed to matter in some way. Could this difference be
accounted for by the difficulty in transitioning from the elementary school to the
intermediate school? The upper three grades show similar academic achievements and
have already made this transition. Was this part of the reason they were able to benefit
from the program? The data available was too limited to make this determination.
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In relation to the students enrolled in the language arts program, the fifth graders
were the only grade to have more students show a decline rather than increase in
language arts grades received for the year '03-04 compared to the previous year, two to
five respectively. In terms of ISPP, they faired better with an equal number of students
showing a decline in ISPP score as an increase. This was the same for all other grades
except for the eighth, who had no data for ISPP. Analysis of the language arts data
bolsters, to some degree, the hypothesis that transitioning from elementary to
intermediate school could have an affect on the effectiveness of the MAP program. No
other explanation could be derived from the data available.
CHAPTER FIVE
Conclusions, Implications and Further Study
Conclusions and Their Implications
By its very nature, any conclusions drawn from the data collected for this research
was tenuous at best. While the fact of whether students demonstrated academic
improvement was an objective observation, isolating the factors that led to it was
virtually impossible. Schooling was and will continue to be an endeavor with an almost
infinite number of variables affecting student achievement. However, being mindful of
these limits, some assertions were made.
As a whole, the students enrolled in the Memorial After-School Program (MAP)
showed no improvement based on the tools used to measure academic achievement.
Grade Point Average (GPA), Individual Student Performance Profile (ISPP) scores and
standardized test results showed no statistically significant changes between the year
prior to enrollment and the year of enrollment for the group. This was true whether the
students were enrolled in the language arts or mathematic portion of the program.
When the results for academic achievement were analyzed by subgroups, this continued
to hold true except for a few instances. One unexpected results was the presence of
students in the gifted and talented program and that none of them enrolled in the MAP
showed academic improvement. In fact, some of them showed a decrease. In contrast, a
significant number of the Basic Skill Improvement Programs (BSIP) students did show
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improvement. The Latino students, who comprised over half of the students enrolled in
the program, showed some improvement if enrolled in the math program. If enrolled in
language arts, they showed a decrease in the areas measured. The African-American
students had results that were exactly the opposite. The reasons for all of these results
eluded the researcher given the constraints of the study.
The grade level of the student had the most significant impact on academic
achievement as measured. The fifth grade students had an over-all decline in academic
performance while the other grades all demonstrated some level of improvement. This
may indicate that while the program as constituted can help students, the transition from
elementary school to the intermediate school may be so difficult that, particularly for
those students already at risk of academic failure, additional support was needed.
The most perplexing result was the relationship between attendance and time
within the program and academic achievement. Other than the fifth graders, the students
demonstrated some, if limited, academic improvement. If this was because of
participation in the program, then one would assume that the greater the participation, the
greater the academic improvement. This was not the case. There seemed to be no causal
relationship between the two at all. The researcher did not understand why this was.
The Study's Effect on the Leadership Growth of the Researcher Per the Dictums of the
ISLLC Standards
By participating in this study, the researcher encountered a number of situations
that had a direct relationship to his growth as per the dictums of the ISLLC standards.
While a number of standards were touched, the following two standards struck the
researcher as the most significant:
Standard 1, subsection A-4: A variety of sources were accessed in order to
assemble the data needed for the study. What the researcher found most interesting was
the different ways the data could be used. At each step of the analysis, more questions
were raised that required different manipulations of the data. It also brought about an
increase in the amount and type of data desired. This process brought the researcher to
realize how important framing the research question was in order to know what data to
collect. At the same time, the researcher recognized the recursive nature of research and
the importance of maintaining openness to different conclusion then those that were
expected. The data has no reason to lie, but people may. A researcher must be truthful to
the data.
Standard 3, subsections A2, B1 & C9: The researcher came to understand that
even the best intentions from educators can be thwarted. Particularly in the large,
bureaucratic district in which this study was conducted, the management decisions and
support needed to sustain and improve programs can be difficult to obtain. This was
especially.true of the resolution of problems. The program ran into a number of technical
issues with the computer server system that interfered with the functioning of the
program. These issues were rarely resolved in a timely manner. Support was lacking and
midway through the '04-'05 school year the program was in the midst of transitioning to
a different format. The researcher came to the conclusion that it was vital to have the
necessary support in order to successfully implement and sustain a program.
How did the Research Change the Organization?
Unfortunately, prior to the conclusion of the research, the MAP program was
already undergoing a change in focus and procedure. It had split into two distinct
programs. One was exclusively a homework help program. While the other continued to
use computer technology to help with remediation, it was transitioning to a software
package other than PLATO. While the plans for formally presenting the findings to the
central administration were discarded, the findings were discussed informally with the
building administration. The additional support recommended for the fifth grade students
was being considered.
What Further Study was Needed?
Although the program has already changed and therefore any further study of the
program as previously constituted was impossible, two larger questions still linger for the
researcher and deserve further study:
1. If the conclusion that overall academic results were neutral or marginally
beneficial at best was valid, what if any value was there in this after-school
program? This also has broader implications for any proposals to increase
learning time.
2. What additional supports can be given to students moving from the relatively
nurturing climate of the elementary school to the more impersonal environment of
the intermediate school? Would this help them academically?
As a consequence of the study, the researcher came to a number of the realizations that
may impact their practice in the future as an educator. One was that the study of the
effectiveness of a program is a difficult undertaking. Any conclusions drawn from a
limited study such as the one conducted, are tenuous at best. Secondly, administrative
support for any new program or pedagogical approach is needed both prior to and during
implementation in order for a program to be successful. And, finally, the most important
lesson may be that figuring out how to achieve the goals ofNCLB will be at the center of
education for the foreseeable future.
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APPENDIX A
INTERSTATE SCHOOL LEADERS LICENSURE CONSORTIUM: STANDARDS FOR SCHOOL
LEADERS
The following ISSLC standards where reflected in the study:
1- A: 1,2,4,5; B:1,2,3,6; C: 1,3,4,7
2- A: 1,2,4,5; B:2; C:3,4,6,7
3- A: 2; B:1,2; C: 1,3,9
4- A: 1; B:2; C:4
5- A:3; B:2; C:2
6- A:2,4,6; B:1; C: 1
Interstate School Leaders Licensure Consortium: Standards for School Leaders
ISLLC Standards For School Leaders
Standard 1: A school administrator is an educational leader who promotes the success of all students by
facilitating the development, articulation, implementation, and stewardship of a vision of learning that is
shared and supported by the school community.
a. Knowledge
The administrator has knowledge and understanding of:
1- learning goals in a pluralistic society
2- the principles of developing and implementing strategic plans
3- systems theory
4- information sources, data collection, and data analysis strategies
5- effective communication
6- effective consensus-building and negotiation skills
b.Dispositions
The administrator believes in, values, and is committed to:
1- the educability of all
2- a school vision of high standards of learning
3- continuous school improvement
4- the inclusion of all members of the school community
5- ensuring that students have the knowledge, skills, and values needed to become
successful adults
6- a willingness to continuously examine one's own assumptions, beliefs, and practices
7- doing the work required for high levels of personal and organization performance
c. Performances
The administrator facilitates processes and engages in activities ensuring that:
1- the vision and mission of the school are effectively communicated to staff, parents,
students, and community members
2- the vision and mission are communicated through the use of symbols, ceremonies,
stories, and similar activities
3- the core beliefs of the school vision are modeled for all stakeholders
4- the vision is developed with and among stakeholders
5- the contributions of school community members to the realization of the vision are
recognized and celebrated
6- progress toward the vision and mission is communicated to all stakeholders
7- the school community is involved in school improvement efforts
8- the vision shapes the educational programs, plans, and actions
9- an implementation plan is developed in which objectives and strategies to achieve the
vision and goals are clearly articulated
10- assessment data related to student learning are used to develop the school vision and
goals
11- relevant demographic data pertaining to students and their families are used in developing
the school mission and goals
12- barriers to achieving the vision are identified, clarified, and addressed
13- needed resources are sought and obtained to support the implementation of the school
mission and goals
14- existing resources are used in support of the school vision and goals
15- the vision, mission, and implementation plans are regularly monitored, evaluated, and
revised
Standard 2: A school administrator is an educational leader who promotes the success of all students by
advocating, nurturing, and sustaining a school culture and instructional program conducive to student
learning and staff professional growth.
a.Knowledge
The administrator has knowledge and understanding of:
1- student growth and development
2- applied learning theories
3- applied motivational theories
4- curriculum design, implementation, evaluation, and refinement
5- principles of effective instruction
6- measurement, evaluation, and assessment strategies
7- diversity and its meaning for educational programs
8- adult learning and professional development models
9- the change process for systems, organizations, and individuals
10- the role of technology in promoting student learning and professional growth
11- school cultures
b.Dispositions
The administrator believes in, values, and is committed to:
1- student learning as the fundamental purpose of schooling
2- the proposition that all students can learn
3- the variety of ways in which students can learn
4- life long learning for self and others
5- professional development as an integral part of school improvement
6- the benefits that diversity brings to the school community
7- a safe and supportive learning environment
8- preparing students to be contributing members of society
c.Performances
The administrator facilitates processes and engages in activities ensuring that:
1- all individuals are treated with fairness, dignity, and respect
2- professional development promotes a focus on student learning consistent with the school
vision and goals
3- students and staff feel valued and important
4- the responsibilities and contributions of each individual are acknowledged
5- barriers to student learning are identified, clarified, and addressed
6- diversity is considered in developing learning experiences
7- life long learning is encouraged and modeled
8- there is a culture of high expectations for self, student, and staff performance
9- technologies are used in teaching and learning
10- student and staff accomplishments are recognized and celebrated
11- multiple opportunities to learn are available to all students
12- the school is organized and aligned for success
13- curricular, co-curricular, and extra-curricular programs are designed, implemented,
evaluated, and refined
14- curriculum decisions are based on research, expertise of teachers, and the
recommendations of learned societies
15- the school culture and climate are assessed on a regular basis
16- a variety of sources of information is used to make decisions
17- student learning is assessed using a variety of techniques
18- multiple sources of information regarding performance are used by staff and students
19- a variety of supervisory and evaluation models is employed
20- pupil personnel programs are developed to meet the needs of students and their families
Standard 3: A school administrator is an educational leader who promotes the success of all students by
ensuring management of the organization, operations, and resources for a safe, efficient, and effective
learning environment.
a.Knowledge
The administrator has knowledge and understanding of:
1- theories and models of organizations and the principles of organizational development
2- operational procedures at the school and district level
3- principles and issues relating to school safety and security
4- human resources management and development
5- principles and issues relating to fiscal operations of school management
6- principles and issues relating to school facilities and use of space
7- legal issues impacting school operations
8- current technologies that support management functions
b.Dispositions
The administrator believes in, values, and is committed to:
1- making management decisions to enhance learning and teaching
2- taking risks to improve schools
3- trusting people and their judgments
4- accepting responsibility
5- high-quality standards, expectations, and performances
6- involving stakeholders in management processes
7- a safe environment
c.Performances
The administrator facilitates processes and engages in activities ensuring that:
1- knowledge of learning, teaching, and student development is used to inform management
decisions
2- operational procedures are designed and managed to maximize opportunities for
successful learning
3- emerging trends are recognized, studied, and applied as appropriate
4- operational plans and procedures to achieve the vision and goals of the school are in
place
5- collective bargaining and other contractual agreements related to the school are
effectively managed
6- the school plant, equipment, and support systems operate safely, efficiently, and
effectively
7- time is managed to maximize attainment of organizational goals
8- potential problems and opportunities are identified
9- problems are confronted and resolved in a timely manner
10- financial, human, and material resources are aligned to the goals of schools
11- the school acts entrepreneurally to support continuous improvement
12- organizational systems are regularly monitored and modified as needed
13- stakeholders are involved in decisions affecting schools
14- responsibility is shared to maximize ownership and accountability
15- effective problem-framing and problem-solving skills are used
16- effective conflict resolution skills are used
17- effective group-process and consensus-building skills are used
18- effective communication skills are used
19- a safe, clean, and aesthetically pleasing school environment is created and maintained
20- human resource functions support the attainment of school goals
21- confidentiality and privacy of school records are maintained
Standard 4: A school administrator is an educational leader who promotes the success of all students by
collaborating with families and community members, responding to diverse community interests and needs,
and mobilizing community resources.
a.Knowledge
The administrator has knowledge and understanding of:
1- emerging issues and trends that potentially impact the school community
2- the conditions and dynamics of the diverse school community
3- community resources
4- community relations and marketing strategies and processes
5- successful models of school, family, business, community, government and higher
education partnerships
b.Dispositions
The administrator believes in, values, and is committed to:
1- schools operating as an integral part of the larger community
2- collaboration and communication with families
3- involvement of families and other stakeholders in school decision-making processes
4- the proposition that diversity enriches the school
5- families as partners in the education of their children
6- the proposition that families have the best interests of their children in mind
7- resources of the family and community needing to be brought to bear on the education of
students
8- an informed public
c.Performances
The administrator facilitates processes and engages in activities ensuring that:
1- high visibility, active involvement, and communication with the larger community is a
priority
2- relationships with community leaders are identified and nurtured
3- information about family and community concerns, expectations, and needs is used
regularly
4- there is outreach to different business, religious, political, and service agencies and
organizations
5- credence is given to individuals and groups whose values and opinions may conflict
6- the school and community serve one another as resources
7- available community resources are secured to help the school solve problems and achieve
goals
8- partnerships are established with area businesses, institutions of higher education, and
community groups to strengthen programs and support school goals
9- community youth family services are integrated with school programs
10- community stakeholders are treated equitably
11- diversity is recognized and valued
12- effective media relations are developed and maintained
13- a comprehensive program of community relations is established
14- public resources and funds are used appropriately and wisely
15- community collaboration is modeled for staff
16- opportunities for staff to develop collaborative skills are provided
Standard : A school administrator is an educational leader who promotes the success of all students by
acting with integrity, fairness, and in an ethical manner.
a.Knowledge
The administrator has knowledge and understanding of:
1- the purpose of education and the role of leadership in modem society
2- various ethical frameworks and perspectives on ethics
3- the values of the diverse school community
4- professional codes of ethics
5- the philosophy and history of education
b.Dispositions
The administrator believes in, values, and is committed to:
1- the ideal of the common good* the principles in the Bill of Rights
2- the right of every student to a free, quality education
3- bringing ethical principles to the decision-making process
4- subordinating one's own interest to the good of the school community
5- accepting the consequences for upholding one's principles and actions
6- using the influence of one's office constructively and productively in the service of all
students and their families
7- development of a caring school community
c.Performances
The administrator:
1- examines personal and professional values
2- demonstrates a personal and professional code of ethics
3- demonstrates values, beliefs, and attitudes that inspire others to higher levels of
performance
4- serves as a role model
5- accepts responsibility for school operations
6- considers the impact of one's administrative practices on others
7- uses the influence of the office to enhance the educational program rather than for
personal gain
8- treats people fairly, equitably, and with dignity and respect
9- protects the rights and confidentiality of students and staff
10- demonstrates appreciation for and sensitivity to the diversity in the school community
11- recognizes and respects the legitimate authority of others
12- examines and considers the prevailing values of the diverse school community
13- expects that others in the school community will demonstrate integrity and exercise
ethical behavior
14- opens the school to public scrutiny
15- fulfills legal and contractual obligations
16- applies laws and procedures fairly, wisely, and considerately
Standard 6: A school administrator is an educational leader who promotes the success of all students by
understanding, responding to, and influencing the larger political, social, economic, legal, and cultural
context.
a.Knowledge
The administrator has knowledge and understanding of:
1- principles of representative governance that undergird the system of American schools
2- the role of public education in developing and renewing a democratic society and an
economically productive nation
3- the law as related to education and schooling
4- the political, social, cultural and economic systems and processes that impact schools
5- models and strategies of change and conflict resolution as applied to the larger political,
social, cultural and economic contexts of schooling
6- global issues and forces affecting teaching and learning
7- the dynamics of policy development and advocacy under our democratic political system
8- the importance of diversity and equity in a democratic society
b.Dispositions
The administrator believes in, values, and is committed to:
1- education as a key to opportunity and social mobility
2- recognizing a variety of ideas, values, and cultures
3- importance of a continuing dialogue with other decision makers affecting education
4- actively participating in the political and policy-making context in the service of
education
5- using legal systems to protect student rights and improve student opportunities
c.Performances
The administrator facilitates processes and engages in activities ensuring that:
1- the environment in which schools operate is influenced on behalf of students and their
families
2- communication occurs among the school community concerning trends, issues, and
potential changes in the environment in which schools operate
3- there is ongoing dialogue with representatives of diverse community groups
4- the school community works within the framework of policies, laws, and regulations
enacted by local, state, and federal authorities
5- public policy is shaped to provide quality education for students
6- lines of communication are developed with decision makers outside the school
community
APPENDIX B
STANDARDIZED TESTING & INDIVIDUAL STUDENT PERFORMANCE PROFILE (ISPP)
INFORMATION
The following is from the New Jersey Department of Education Website.
Grade Eight Proficiency Assessment (GEPA)
The GEPA is designed to indicate the progress students are making in mastering the knowledge
and skills specified in the Core Curriculum Content Standards and needed to pass the High School
Proficiency Assessment (HSPA). The GEPA is a primary indicator for identifying eighth-grade
students who may need instructional intervention in three content areas: language arts literacy,
mathematics and science.
Additional information including sample test items can be found at
http://www.nj.gov/njded/assessment/ms/
The following is from the McGrawhill website:
TerraNova, The Second Edition
Multiple Assessments Editions
TerraNova CAT Multiple Assessments editions, for Grades 1-12, combine selected-response items
with constructed- response items that allow students to produce short and extended responses.
Both item formats are presented in contexts related to situations in and out of the classroom.
CAT Multiple Assessments measures Reading/Language Arts, Mathematics, Science, and Social
Studies. CAT Basic Multiple Assessments is offered for those interested in assessing just
Reading/Language Arts and Mathematics.
You can add CAT Plus tests to either CAT Multiple Assessments or CAT Basic Multiple
Assessments to assess Word Analysis, Vocabulary, Language Mechanics, Spelling, and
Mathematics Computation. Each of these supplemental basic skills is tested with selected-
response items.
Selected-response items are electronically scanned; constructed-response items are scored by CTB
staff experienced in providing reliable and consistent handscoring services. Selected- and
constructed-response items are timed separately but scaled together.
The flexibility, modularity, and quality of the tests are suited to your needs and allow students to
perform at their best.
Use CAT Multiple Assessments when validity and reliability are important and crucial data on
students' higher order thinking skills, such as problem-solving and reasoning, are of primary
importance.
More information can be found at:
http://www.ctb.com/products/product detail.jsp?FOLDER%3C%3Efolderid=1408474395220061&ASSO
RTMENT%3C%3East id=1408474395213825&bmUID=1103117312426
The following information is from the Standardized Test Scoring Companies web site:
As a leading provider of scoring services, S-TESTS understands the pressures and challenges facing today's
educators. That's why we work with you to identify ways to improve student's scores and prepare for the
testing process.
The S-TESTS Assessments were developed as a direct result of the increasing pressure upon school
districts to prove their effectiveness at all levels. In partnership with our customers, we developed and
tested the Middle School Practice Tests (MSPT) for grade 6 & 7 to assist the New Jersey school sytems
with practice materials in preparing students for the state testing. Recently, we have developed an
Elementary School Practice Test for grade 3.
S-TESTS developed the practice tests with the same rigor and attention to detail we've been known for
since 1969. First, we planned the specifications. Then we created the test items and field tested them.
S-TESTS follows a rigorous process of assessment, development, field testing, revision, and post-exam
evaluation prior to offering the tests on the market. We are committed to fairness and endorse the Code of
Fair testing Practices in Education.
More information can be found at http://www.s-tests.com/whatwe_do.html
The Individual Student Performance Profile (ISPP) was developed by the district as a way to help
identify students who would be eligible for Title I funded programs. The students are rated in four
categories:
1. Teacher rating- ability of student to work independently
2. report card grades
3. unit/chapter skill test scores
4. classroom portfolio
All of these areas are evaluated on a point system with emphasis placed on work for the latter part of the
year. Students receive a final evaluation of 0 -10.
Appendix C
CROSS TABULATION OF END OF THE YEAR GRADES/ ISPP & SPECIAL NEEDS CLASSIFICATION
'03-'04 End of year language Arts Grades * '02-'03 End of year language Arts Grades * special needs
special needs 502-'03 grades Total
A B C D F
A 1 1 0 0 0 2
B 0 0 1 0 .0 1
'03-'04
BSIP D 0 0 0 0 1 1
grades
F 00_ 0 1 0 1
0 0 0 0 1 1
Total 1 1 1 2 6
A 1 0 0 0 1
S'03-'04 B 0 1 0 1 2
special education grades C 1 0 0 2 3
D 0 0 1 0 1
Total 2 1 1 3 7
'03-'04 B 1 _1 I
Gifted & talented grades C 1__ __ 1
Total 2_____ 2
A 1 0 1 0 0 0 2
B 0 4 1 .1 0 0 6
'03-'04
Regular education s C 0 3 1 1 1 0 6
grades
D 0 0 2 0 1 1 4
F 0 1 1 1 0 1 4
Total 1 8 6 3 2 2 22
'03-'04 ISPP LA * '02-'03 ISPP LA * special needs
special needs '02-'03 ISPP Total
needs
needs little neds needs great need of
occasional
or no help h al frequent help helpor nohpelp _______ __ help
needs little or no help 1 0 0 0 0 1
needs occasional help 0 0 0 1 0 1
'03-'04
BSIP ISPP needs frequent help 0 1 0 0 1 2
great need of help 0 0 0 1 0 1
0 0 1 0 0 1
Total 1 1 1 2 1 6
needs little or no help 1 0 0 0 1
'03-'04 needs occasional help 0 0 0 1 1
l e n ISPP needs frequent help 0 0 1 0 1
special education
great need of help 0 1 0 0 1
0 1 1 1 3
Total 1 2 2 2 7
Gid & t d '03-'04 needs occasional help 0 1 1Gifted & talented
ISPP 1 0 1
Total 1 1 __ 2
needs occasional help 0 1 1 0 0 2
'03-'04 needs frequent help 0 2 1 1 0 4
Regular education ISPP great need of help 0 0 0 5 0 5
1 2 1 1 6 11
Total 1 5 3 7 6 22
'03-'04 End of year Math Grades * '02-'03 grades End of year Math Grades * special needs
special needs '02-'03 grades Total
A B C D F
A 1 0 0 1
BP '03-'04 B 0 1 2 3___BSIP
grades C 0 0 2 2
D 0 0 3 3
Total 1 1 7 9
A 0 0 1 0 1
'03-'04 D 1 1 0 1 3special education
grades F 0 0 1 0 1
0 0 0 2 2
Total 1 1 2 3 7
'03-'04 B 1 0 1___
Gifted & talented grades D 0 1 1
Total 1 1 2
A 2 0 0 0 0 0 2
Regular education 2 0 0B 1 2 3 0 0 0 6
'03-'04 C 0 3 5 1 0 0 9
grades D 0 0 1 4 3 1 9
F 0 1 1 2 1 1 6
0 0 0 0 0 2 2
Total 3 6 10 7 4 4 34
ISPP'03-'04 Math * ISPP'02-'03 Math * special needs
special needs '02-'03 ISPP Total
needs
needs little asinl needs great need of
or no help hel frequent help help
needs little or no 0




BSIP needs frequent 0 0 1 0 1help
great need of help 0 0 1 3 4
0 0 1 0 1
Total 1 2 3 3 9
needs little or no 0
help
special ducation '0304 ISPP needs frequent 0 0 0 1 1special e cati  h'03-'04 SPPhelp
great need of help 0 1 2 0 3
1 0 1 0 2
Total 1 1 4 1 7
needs frequent 0 1 1
Gifted & talented '03-'04 ISPP help
1 0 ____ 1
Total 1 1 2
needs occasional
2 3 3 0 8
help
needs frequent 1 1 2 2 6
Regular education '03-'04 ISPP help
great need of help 3 2 5 1 11
4 1 2 2 9
Total 10 7 12 5 34
APPENDIX D
CROSS TABULATION OF END OF THE YEAR GRADES/ISPP & ETHNICITY
'03-'04 IPP Math * '02-'03 IPP Math * Ethnicity
ethnicity '02-'03 IPP Total
i needs
needs little or neds needs great need of
occasional
no help elp frequent help help
needs little or no help 0 1 0 0 0 1
needs occasional help 0 2 2 3 0 7
'03-'04 IPP needs frequent help 0 0 2 1 2 5
Latino great need of help 0 1 2 8 0 11
1 3 0 2 1 7
Total 1 7 6 14 3 31
needs occasional help 1 1 1 0 _ 0 3
needs frequent help 0 2 0 0 1 3
African- '03-'04 IPP
American great need of help 0 2 2 2 0 
6
0 2 2 1 1 6
Total 1 7 5 3 2 18
needs little or no help 1 0 1
'03-'04 IPP needs frequent help ___1 0 1
Caucasian great need of help 0 1 1
Total 2 1 3
'03-'04 Year-end Math Grades * '02-'03 Year-end Math Grades * Ethnicity
ethnicity '02-'03 Grades Total
A B C D F. 
A 1 0 0 0 0 0 1
B 2 2 2 2 0 0 8
'03-'04 C 0 2 3 2 0 0 7
Latino Grades D 0 0 0 . 6 3 0 9
F 0 1 0 2 0 0 3
0 0 0 0 1 2 3
Total 3 5 5 12 4 2 31
A 2 0 0 0 0 0 2
B 0 1 1 0 0 0 2
'03-'04 C 0 1 2 1 0 0 4
African- Grades D 0 2 2 1 0 0 5American
F 0 0 1 1 1 1 4
0 0 0 0 1 0 1
Total 2 4 6 3 2 1 18
Caucasian '03-'04 A 1 0 0 1
Grades D 0 1 1 2
Total _ __ 1 1 1 3
'03-'04 LA IPP * '02-'03 LA IPP * ethnicity Cross tabulation
ethnicity '02-'03 IPP Total
needs
needs little ne. needs great need of
occasional
or no help hel frequent help help
needs occasional help 0 1 0 0 0 1
'03-'04 needs frequent help 0 3 1 0 1 5
Latino IPP great need of help 0 1 0 4 0 5
1 3 2 0 5 11
Total 1 8 3 4 6 22
needs little or no help 1 0 0 1
'03-'04 needs occasional help 0 1 0 1
African- IPP great need of help 0 2 0 2
American
1 __1 1 3
Total 2 4 1 7
needs little or no help 1 0 0 0 1
'03-'04 needs occasional help 0 1 0 0 1
Caucasian IPP needs frequent help 0 0 1 0 1
0 0 1 1 2
Total 1 1 2 1 5
'03-'04 needs occasional help 1 _ 0 1 2
other IPP needs frequent help 0 1 0 1
Total 1 1 1 3
'03-'04 Year-end Language Arts Grades * '02-'03 Year-end Language Arts Grades * Ethnicity
Ethnicity '02-'03 grades LA Final Total
A B C D F
A 0 1 0 0 1
B 5 0 0 0 5
'03-'04 C 3 1 1 0 5
Latino Grades D 0 3 0 2 5
F 1 1 1 1 4
1 0 0 1 1
Total 10 6 2 4 22
A 2 0 0 2
B 0 1 0 1'03-'04
African- Grades C 0 1 1 2
Grades
American D 0 0 1 1
F 0 0 1 1
Total 2 2 3 7
A 1 1 0 2
'03-'04
B 0 1 1 2
Caucasian Grades
C 0 0 1 1
Total 1 2 2 5
'03-'04 B 0 1 1 2
other Grades C 1 0 0 1
Total 1 1 1 3
APPENDIX E
CROSS TABULATION OF END OF THE YEAR GRADES/ISPP & PERCENT DAYS PRESENT
'03-'04 End of Year Grades Language Arts * '02-'03 End of Year Grades Language Arts * Percent days present
Percent days ')-'03 grades Total
present ___
A B C D F
A 1 0 0 0 0 0 1
B 0 3 1 1 0 0 5
0-19% '03-'04 grades C 1 1 0 3 1 0 6
F 0 1 0 1 1 1 4
0 0 0 0 0 1 1
Total 2 5 1 . 5 2 2 17
A 0 1 0 0 0 1
B 1 0 2 0 0 3
20-39% '03-'04 grades C 2 1 0 0 0 3
D 0 3 0 1 1 5
F 0. 1 0 0 0 1
Total 3 6 2 1 1 13
A 1 0 1___ 2
40-59% '03-'04 grades B 0 1 0 1
C 0 1 0 I 1
Total 1 2 1 4
60-79% '03-'04 grades A 1 1
Total 1 1_____ 
B 1 0 1
80-100% '03-'04 grades 1B1 
Total 1 1 2
Total 1 1 2
'03-'04 ISPP LA * '02-'03 ISPP LA * Percent days present
Percent days ISPP '02-'03 LA Total
present
needs
needs little or n ee  needs great need of
occasional
no help help frequent help help
needs occasional help 0 1 1 0 1 3
'03-'04 needs frequent help 0 2 0 2 0 4
0-19% ISPP great need of help 0 0 0 3 0 3
2 1 0 1 3 7
Total 2 4 1 6 4 17
needs occasional help. 1 0 1 0 2
'2 03-'04 needs frequent help 1 1 0 0 2
ISPP great need of help 1 0 3 0 4
0 2 1 2 5
Total 3 3 5 2 13
'03-'04 needs little or no help 1 0 0 1
ISPP 0 1 2 3
Total 1 1 2 4
'03-'04
60-79% needs little or no help 1 1ISPP
Total 1 1
'03-'04 needs frequent help 0 1 1
80-100% 0 1ISPP 1 0 1
Total 1 1 2
'02-'03 Final Grades Math * '03-'04 Final Grades Math * Percent days present
Percent days '03-'04 grades Final Total
present _____
A B C D F
A 2 0 0 0 2
B 1 1 0 0 2
'02-'03 C 0 1 1 1 3
0 % grades D 0 1 3 0 4
F 0 0 1 1 2
0 0 0 1 1
Total 3 3 5 3 14
A 2 0 0 0 0 2
B 0 0 1 0 0 1
'02-'03 C 0 1 1 0 0 2
20-39% grades D 1 1 0 1 _ 0 3
F 0 0 0 1 0 1
0 0 0 1 1 2
Total 3 2 2 3 1 11
B 0 0 0 1 0 1
C 1 1 * 1 0 0 3
40-59% '02-'03 D 0 12 0 4
grades ra F 0 0 1 0 2 3
0 0 0 0 1 1
Total 2 1 3 3 3 12
B 1 0 0 1
'O2-'03
60-79% ,02.03 C 1 0 0 1
grades D 1 1 1 3
Total 3 1 1 5
A 1 0 0 0 1
B 0 2 0 2 4
80-100% '02-03 C 0 1 1 0 2grades 0 0 1 1 2
F 0 0 0 1 1
Total 1 3 2 4 10
'02-'03 ISPP Math * '03-'04 ISPP Math * Percent days present
Percent days ISPP '03-'04 Math Total
present
needs
needs little or nees needs great need of
occasional
no help o al frequent help help
needs little or no help 0 0 0 1 1
'02-'03 needs occasional help 0 0 2 1 3
0-19% ISPP needs frequent help 2 0 1 1 4
great need of help 0 0 1 2 3
0 2 0 1 3
Total 2 2 4 6 14
needs little or no help 0 1 0 0 0 1'02-'03
20-39% ISPP needs occasional help 1 2 0 0 1 4
great need of help 1 2 1 0 1 5
0 0 0 1 0 1
Total 2 5 1 1 2 11
needs occasional help 1 1 2 4
'02-'03
40-59% ISP needs frequent help 0 1 0 1ISPP
great need of help 1 6 0 7
Total 2 8 2 12
needs frequent help 1 1 1 0 3
60-79% 02-3 great need of help 0 0 1 0 1ISPP
0 0 0 1 1
Total 1 1 2 1 5
needs occasional help 1 1 0 1 3
'02-'03 needs frequent help 0 1 1 1 3
80-100%
0 ISPP great need of help 1 0 2 0 3
0 1 0 0 1
Total 2 3 3 2 10
APPENDIX F
CROSS TABULATION OF END OF THE YEAR GRADES/ISPP & GRADE LEVEL
'03-'04 end of the year language Arts grades * '02-'03 end of the year language Arts grades * Grade Level
Grade '02-'03 grades LA Final Total
A B C D F
A 0 1 0 0 1
B 0 1 0 0 1
'03-'04 grades 3
5 LA Final
D 0 1 0 1 2
F 1 0 1 1 3
Total 3 4 1 2 10
A 1 0 1 0 0 0 2
B 0 2 0 1 0 0 3
6 '03-'04 grades C 0 0 0 1 0 0 1
LA Final D 0 0 1 0 0 1 2
F 0 0 1 0 1 0 2
0 0 0 0 0 1 1
Total 1 2 3 2 1 2 11
A 1 0 0 0 1
'03-'04 grades B 0 2 1 0 3
LA Final C 1 0 0 0 1
D 0 0 0 1 1
Total 2 2 1 1 6
A 1 0 0 0 0 1
'03-'04 grades B 0 2 0 1 0 _ 3
LA Final C 0 2 0 2 1 5
D 0 0 1 0 0 1
Total 1 4 1 3 1 10
'03-'04 LA ISPP * '02-'03 LA ISPP * Grade Level
Grade ISPP '02-'03 LA Total
needs little or needs needs frequent great need of
no help occasional help help help
needs occasional help 0 1 0 0 1
'03-'04 needs frequent help 1 1 0 0 2
5 ISPP great need of help 0 0 3 0 3
0 0 0 4 4
Total 1 2 3 4 10
needs little or no help 1 0 0 0 0 1
needs occasional help 0 1 0 1 0 2
'03-'04
6 ISPP needs frequent help 0 1 0 1 1 3
great need of help 0 1 0 2 0 3
0 0 1 0 1 2
Total 1 3 1 4 2 11
needs little or no help 1 0 0 0 1
'03-'04 needs occasional help 0 1 0 1 2
7 ISPP needs frequent help 0 1 1 0 2
great need of help 0 0 1 0 1
Total 1 2 2 1 6
'03-'04 2 3 1 2 2 10
8 ISPP
Total 2 3 1 2 2 10
'03-'04 end of the year Math grades * '02-'03 end of the Math grades * Grade Level
'03-'04 Math ISPP * '02-'03 Math ISPP * Grade Level
Grade ISPP '02-'03 Math Total
needs
needs little or o onneeds great need of
no help l frequent help helpnoeds helpsl hhelp ________ ________
needs occasional help 1 2 2 0 5
ISPP '03- needs frequent help 1 1 0 0 2
'04 ISPP great need of help 3 2 4 1 10
1 0 0 1 2
Total 6 5 6 2 19
needs little or no help 0 1 0 0 0 1
needs occasional help 1 2 0 0 0 3
ISPP '03- needs frequent help 0 1 1 1 2 5
6 '04 ISPP
great need of help 0 0 2 4 0 6
0 1 0 0 0 1
Total 1 5 3 5 2 16
needs little or no help 0 1 0 1
needs occasional help 1 1 0 2
ISPP '03- needs frequent help 0 1 1 2
7 '04 ISPP
great need of help 0 2 0 2
1 0 0 1
Total 2 5 1 8
S ISPP '03- 1 3 1 3 1 9
'04 ISPP
Total 1 3 1 3 1 9
